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The Coaching of Teachers: Results of Five Training Studies

Simon Veenman and Eddie Denessen
University of Nijmegen, the Netherlands

ABSTRACT

In this study, the results of five training studies evaluating the effects of a coaching program for
use in Dutch primary and secondary schools are described. The coaches involved in these
studies were: (1) school counsellors, (2) school principals, (3) mentors of beginning teachers,
(4) mentors of teachers-in-training and (5) secondary school teachers. Coaching is a form of in-
class support to provide (novice) teachers with feedback on their functioning and thereby
stimulate the self-reflection and self-analysis needed to improve instructional effectiveness.
Based on the pre- and post-training ratings of coaching conferences, a significant treatment
effect was found for the coaching skills concerned with the development of autonomy
(empowerment), feedback and business-like attitude. The pre- and post-training ratings from
the coached teachers themselves showed a significant treatment effect for the coaching skills
concerned with the planning of observational data collection. In addition, the teachers coached
by trained coaches valued the coaching skills demonstrated significantly more than those
teachers coached by untrained coaches. Inspection of the interactions for the adjusted post-test
scores revealed different training effects for the five studies.

THE COACHING OF TEACHERS: RESULTS OF
FIVE TRAINING STUDIES

The purpose of this article is to summarise the findings of five training studies
evaluating the effects of a coaching program for teachers in Dutch primary and
secondary schools. The training studies involved school counsellors, school
principals, the mentors of beginning teachers, the mentors of teachers-in-
training and secondary school teachers. The training studies were conducted
between 1993 and 1999, and the training is based on a coaching program
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developed by the Department of Educational Sciences, University of Nijme-
gen, and the Christian Pedagogical Study Centre (CPS), Amersfoort. The
North Netherlands College of Higher Professional Education (CHN) also
helped with the training of the mentors of teachers-in-training. The coaching
program is based on the assumption that coaching can help teachers become
more reflective and analytic, more self-directed and more adept at identifying
areas for improvement and also implementing improvements in their instruc-
tional behaviour. Given that the coaching program involved different target
groups, we will first briefly present some background to each study. We will
then discuss the importance of coaching as a strategy for supporting and
assisting the attempts of teachers to improve their instruction. Thereafter, we
will present the design and results of the study.

BACKGROUND TO THE TRAINING STUDIES

Training Study 1: School Counsellors. The development of a coaching
program for school counsellors was based on Houtveen’s (1990) study
showing that Dutch school counsellors seldom provide in-class support for
teachers. This study also showed that whenever in-class support was provided,
it correlated highly with innovative teacher behaviours. The development of a
coaching program for school counsellors was also motivated by the positive
findings found for a staff development program entitled Dealing with multi-
grade classes (Roelofs, Veenman, & Raemaekers, 1994). The instructional
effectiveness of teachers who were both trained and coached was found to
improve more than the effectiveness of teachers who were only trained,
although the school counsellors in this study reported feeling less than fully
prepared for the coaching task and expressed a desire for more formal training
with concrete examples of the various coaching skills.

Training Study 2: School Principals. Studies of school effectiveness have
shown the capacity of schools to improve teaching and learning to be strongly
mediated by the quality of the leadership exercised by the school principal.
High-quality leadership appears to be a critical factor in the shaping of
organisational processes and structures, patterns of social interaction, beliefs,
attitudes and the job-related behaviours of teachers (Hallinger & Leithwood,
1994; Levine & Lezotte, 1990; Scheerens & Bosker, 1997; Van Petegem,
1998). Studies based on the transformational-leadership model also stress the
importance of involving school principals in the classroom in order to provide
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instructional support, find out what teachers are doing in their classrooms,
identify problems encountered during instruction and provide feedback
(Hallinger & Heck, 1998). School principals are nevertheless frequently not
prepared to provide the type of support, assistance and feedback which
teachers need (Bridges, 1992). This situation certainly applies in the
Netherlands where no specific training of school principals is legally required.
The capacity of school principals to improve the teaching performance of their
teachers is thus limited, and a training program for the coaching of teachers
was therefore designed for school principals.

Training Study 3: Mentors of Beginning Teachers. Research on beginning
teachers has shown them to encounter numerous problems and difficulties
(Brock & Grady, 1998; Veenman, 1984). Having completed their initial
teacher education program, beginning teachers often experience a ‘reality
shock’ when faced with the demands of actual teaching. The problems
encountered during the first years of teaching indicate a clear need for support
and assistance. For this reason, school authorities in the USA, Europe and
Australia have developed induction programs to ease the transition of
beginning teachers into full-time teaching and to improve the instructional
skills of new teachers (Ballantyne, Hansford, & Packer, 1995; Gold, 1996;
Gratch, 1998; Huling-Austin, 1992). One main characteristic of these
induction programs is the pairing of novice teachers with experienced
teachers in a mentor-protégé relationship. The development of a personal,
collegial and supportive relationship with one who is a novice in the field is
considered a hallmark of mentoring (cf. Stanulis & Russell, 2000). The
mentor must not only be capable of providing support (Barnett, 1996; Jones,
Reid, & Bevins, 1997; Yeomans & Sampson, 1994) but also know how to
strike a balance between guidance and autonomy (Mullen & Kealy, 2000).
Reflection is considered one of the important elements for the development of
autonomy and expertise on the part of a novice teacher (Furlong, 2000;
Tomlinson, 1995; Zeichner, 1992). Mentoring should therefore foster
‘reflection-in-action’ and ‘reflection-on-action’ (Schon, 1983, 1990). Recent
studies by Dunne and Bennett (1997) and McNally and Martin (1998)
nevertheless show mentors to often focus on craft knowledge and their
conferences with novice teachers to be marked by a lack of challenge and
reflection. It is therefore concluded that mentors may benefit from explicit
training to equip them with the skills needed to guide a novice teacher’s
professional development.
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Training Study 4: Mentors of Teachers-in-Training. Given the need for
support experienced by beginning teachers and the positive effects of
induction and mentoring programs, Dutch teacher-training colleges have
recently implemented the ‘Independent Final Teaching Period’ (IFTP) or so-
called ‘teacher-in-training apprenticeship’ (in Dutch: LIO stage). The teacher-
in-training is introduced to the pupils as a qualified teacher and teaches all
lessons under normal constraints and pressures (Koetsier & Wubbels, 1995).
The teachers-in-training are supervised or coached at a distance with the
cooperating teachers occasionally attending the lessons of the teachers-in-
training. In their examination of the IFTP, Koetsier, Wubbels, and Korthagen
(1997) conclude that the cooperating teachers and teacher educators need to
enlarge their knowledge of the relevant reflective skills and their capacity to
promote the development of such skills among teachers-in-training.
Unfortunately, very few cooperating teachers are actually trained to do this
and the quality of the apprenticeship is often less than satisfactory (Sinclair,
1997). Training teachers to be mentors or coaches is therefore one possible
means of enabling them to fulfil their responsibilities to student teachers
during the IFTP.

Training Study 5: Secondary School Teachers. Research into teacher
training effects has shown a frequent failure to transfer new knowledge and
skills into actual classroom practice or, when initial transfer has been
accomplished, rapid attrition of the newly acquired behaviours. This same
research has shown transfer to often only occur when in-class coaching is
added to the initial training experience (Joyce & Showers, 1995). Coaching
for application within the context of in-service training or staff development is
defined by Joyce and Showers (1980, p. 380) as: ““Hands-on, in-classroom
assistance with the transfer of skills and strategies to the classroom.” Research
shows that coached teachers tend to practice new instructional strategies more
frequently than uncoached teachers and also develop greater skill in the
application of the new strategies than uncoached teachers (Showers & Joyce,
1996). The addition of in-class coaching to the training experiences of
teachers is thus needed to foster the transfer of newly trained skills.

THE COACHING OF TEACHERS

The concept of coaching is closely related to the concept of clinical super-
vision. Coaching can help teachers improve their instructional effectiveness
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by providing them with feedback on their functioning and stimulating them to
be more reflective (cf. Pajak, 1993). The activities of the teacher in the
classroom stand central, and the observational data collected in the classroom
provide the grounds for the necessary analysis and reflection. For Costa and
Garmston (1994), coaching is a form of conveyance or a metaphorical
stagecoach taking teachers from where they are to where they want to be.

A recent development in the field of coaching is the notion of cognitive
coaching (Costa & Garmston, 1994). The basic assumption underlying
cognitive coaching is that the instructional behaviours of teachers cannot be
modified until their internal thought processes have been altered. Costa and
Garmston base their approach on research studies in which teaching is
conceptualised as an intellectual, decision-making process with the visible
skills of teaching driven by the ‘invisible’ mental activities that also comprise
teaching (cf. Pajak, 1993). Reflection is considered necessary to bridge the gap
between espoused theory and actual practice, between the intended outcomes
of teaching and the outcomes actually attained. The typical sequence of steps
engaged in by the coach and the teacher are: (1) a planning conference prior to
observation in the classroom; (2) class observation of teaching behaviours and
pupil learning; and (3) a reflection conference. According to Costa and
Garmston (1994), cognitive coaching can positively influence self-confidence,
classroom management skills, teaching styles, self-awareness and instruc-
tional dialogues with colleagues.

In our coaching program, coaching was defined as a form of in-class
support to enhance teaching competence through systematic reflection on
professional practice. The coaching is directed at strengthening the instruc-
tional competence of the teachers in question. This implies increased profes-
sional growth and autonomy or what is called empowerment. The coaching
cycle (involving pre-conference, observation and post-conference) and the
coaching skills are drawn from the models of clinical supervision and
coaching developed by Goldhammer (1969), Cogan (1973), Goldhammer,
Anderson, and Krajewski (1993), Joyce and Showers (1995) and Costa and
Garmston (1994). During classroom observation, ‘script taping’ (or the
recording of anecdotal notes on what is actually being said and done; cf.
Hunter & Russell, 1990) is used to collect the data on the behaviours and
learning targeted in the pre-conference. The coaches not only attend to overt
teaching behaviours but also to the internal thought processes associated with
specific teaching behaviours by encouraging the teachers to reflect on their
teaching strategies and any implicit assumptions. In this respect, the coaching
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employed in our training program departs from ‘clinical’ models of super-
vision and is closely related to the notion of cognitive coaching as defined by
Costa and Garmston (1994). The coach also seeks to promote a rational
analysis of teaching by asking teachers to reflect on their teaching at the level
of technical competence (in which the coach is concerned about how best the
teachers have accomplished a given educational goal) and interpretative
understanding (in which the coach asks the teachers to make explicit the
assumptions underlying their practical actions).

The choice of coaching skills for our training program was also inspired by
the American in-service program Another Set of Eyes from the Association for
Supervision and Curriculum Development (1988). This program is concen-
trated on four skills: trust building, questioning, responding and empower-
ment. Our training is concentrated on the following three objectives:
(1) establishment of mutual trust; (2) improvement of instructional practice
by providing feedback and stimulating teachers to be more reflective; and
(3) enhancement of autonomy and self-actualisation by stimulating the
development of self-improvement plans.

Following MacLennan (1995), a mentor in the training studies with
beginning teachers and teachers-in-training is defined as an experienced
teacher for the novice teacher to learn FROM and a coach is defined as an
experienced teacher for the novice teacher to learn WITH. Mentoring
generally precedes coaching and, during the mentoring stage, numerous
survival concerns may be addressed as the novice teacher learns what is
necessary to function effectively within the school organisation. During the
coaching stage, the professional development of the novice teacher is
addressed. The mentoring stage can also overlap with the coaching stage,
and the mentor and coach roles can be fulfilled by one and the same person.

In closing, the development of our coaching program was also inspired by
the positive effects of coaching on teachers’ instructional skills, their colla-
borative interactions and their self-esteem. A review by Costa and Garmston
(1994) shows that cognitive coaching can positively influence self-confidence,
classroom management skills, teaching styles, self-awareness and instruc-
tional dialogues with colleagues. Sparks and Bruder (1987) implemented a
coaching program to encourage teachers to experiment with new methods of
teaching. Most of the teachers reported a greater likelihood of trying new
teaching practices in their classrooms and greater collegiality among teachers.
Also these teachers felt that their newly developed teaching techniques
produced marked improvements in the academic skills and competencies of
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their pupils. Studies by Showers (1982), Baker (1983) and Bennett (1987)
have also shown coached teachers to transfer newly learned teaching strategies
to classroom practice more often and use these strategies more appropriately
than uncoached teachers. More recent studies by Kohler and Crilley (1997),
Morgan and Menlove (1994), Morgan, Gustafson, Hudson, and Salzberg
(1992), Licklider (1995), and Roelofs et al. (1994) show coached student
teachers or in-service teachers to organise their instruction more effectively
than uncoached teachers.

RESEARCH QUESTIONS

The purpose of the present article is to present the findings of five training
studies in which the effects of a coaching program for school counsellors,
school principals, the mentors of beginning teachers, the mentors of teachers-
in-training and secondary school teachers are evaluated. The major research
questions were: (1) Do the coaches who participated in the training program
actually implement the target coaching skills? and (2) Do the teachers coached
by the coaches participating in the training program perceive a change in the
coaching skills of their coaches?

METHOD AND INSTRUMENTATION

Design

Two different forms of evaluation were undertaken in the present study. First,
the coaching skills of the trained and untrained coaches were rated by expert
judges. Second, the coaching skills of the trained and untrained coaches were
rated by the teachers being coached. The two forms of evaluation were
undertaken using an untreated control group design with pre-test and post-test.
The treatment group for the comprehensive data set consisted of 93 trained
coaches (and 105 coached teachers) and the control group consisted of 66
untrained coaches (and 71 coached teachers). The number of subjects coming
from the five training studies is as follows. School counsellors: treatment
group n = 18 (and 30 coached teachers), control group n =10 (and 16
coached teachers); school principals: treatment group n = 30 (and 30 coached
teachers), control group n =24 (and 23 coached teachers); mentors of
beginning teachers: treatment group n = 15 (and 15 beginning teachers),
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control group n =7 (and 7 beginning teachers); mentors of teachers-in-
training: treatment group n = 20 (and 20 teachers-in-training), control group
n =15 (and 15 teachers-in-training); and secondary school teachers: treat-
ment group n = 10 (and 10 coached teachers), control group n = 10 (and 10
coached teachers) (Tables 1 and 2). Both the experimental and control groups
in the five training studies consisted of school counsellors or teachers
interested in coaching and were thus initially comparable.

Subjects

School Counsellors

A letter of invitation for participation in a training program devoted to the
coaching of teachers was sent to all of the Educational Service Centres in the
Netherlands and to one centre in Belgium (Flanders). Only those school
counsellors with little or no coaching experience were invited to participate in
the program. Of the school counsellors who wanted and were able to
participate in the training program, 18 were randomly assigned to the
experimental group and 10 to the control group.

The average amount of experience for the school counsellors was 8 years.
The average age of the school counsellors was 35 years. Of the total group of
school counsellors, 67% were women and 33% were men.

Some of the school counsellors conducted a coaching conference with two
different teachers (one school counsellor with three different teachers). After
completion of a coaching conference with the school counsellors, the coached
teachers were asked to rate the performance of the school counsellors and
estimate the effect of the coaching conference on their instructional behaviour.
Of the teachers coached by the trained school counsellors, all of the teachers
returned their questionnaire (response rate of 100%). Of the teachers coached
by the untrained school counsellors, 16 returned their questionnaires (response
rate of 80%).

The average amount of experience for the teachers coached by the school
counsellors was 12 years. The average age of the teachers was 36 years. Of the
total group of teachers, 70% were women and 30% were men.

School Principals

In the training study with school principals, all of the participating principals
were enrolled in an in-service training program for primary school principals.
The coaching program was offered to the principals at the end of the 1st year
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Table 1. Scale for Coaching Skills: Means, Standard Deviations and ANCOVA Results.

Developing Autonomy Feedback Business-like Attitude
Pre Post Pre Post Pre Post
Participant samples M (SD) M (SD) F M (SD) M (SD) M (SD) M (SD) F ES
School counsellors 17.56* 6.63* 1.03
Experimental group 1.9(2) 3.0(8) 29 (1.2) 3.8(1.5) 46 (6) 49 (3)
(n=18)
Control group 1.7 (.2) 1.8 (.5) 2.6(1.3) 22(1.2) 44 (1.1) 45 (.6)
(n=10)
School principals 123.01%* 13.72% .99
Experimental group 1.9(5 3.2(6) 22 (7 34 (.5) 3.0 (.6) 3.7 (7)
(n = 30)
Control group 205 19(3) 2.2 (.8) 23 (.7 25(1.1) 2.8 (9
(n=24)
Mentors of beginning 47.36* 96.51* 4.90
teachers
Experimental group 20(3) 3.7(6) 1.4 (.8) 3.1(1.4) 39 (1.1) 49 (2)
(n=15)
Control group 1.9(5 21(5) 1.8 (1.0) 22 (1.1 3.1 (7)) 3.1 (6)
(n="7
Mentors of teachers-in-
training
Experimental group 20(7)  25(0) 4.88* 24 (1.00 3.21.0) 4.8 (5) 47 (.8) 0.02 —-.05
(n =20)
Control group 20(.6) 1.9(38) 2.7 (.9) 24 (1.1) 45 (9) 47 (.8)
(n=15)
Secondary school 31.05% 16.50* 1.48
teachers
Experimental group 24 (.6) 39(5) 1.1 (.2) 3.8(.9) 3.6(1.4) 4.6 (5)
(n=10)
Control group 24 (.8) 257 1.3 (4) 1.3(3) 39(1.2) 3.3(1.3)

(n=10)

Note. Pre = pre-test scores; post = post-test scores. Standard deviations are in parentheses. *p < .05.
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Table 2. Teacher Scale for Coaching Skills: Means, Standard Deviations and ANCOVA Results.

Improvement of instruction Use of Observational Data Planning of Observational Data Appreciation of the Coaching Skills

Pre Post Pre Post Pre Post Pre Post
Participant samples M (SD) M (SD) F ES M (SD) M (SD) F ES M (SD) M(SD) F ES M (SD) M(SD) F ES
School counsellors 134 -35 120 -1 15 .00 61 24
Experimental group (n = 30) 35(7) 365 32(1.3)  28(1.3) 1.8 (1.0) 2.7(9) 3409 38(7)
Control group (n = 16) 3.6(6) 38(5) 24(1.2) 28(L.D) 1.8 (1.1) 26(1.1) 3.5(.6) 3.7(4)
School principals 1.87 33 5.08% 62" 11.08* .83 237 37
Experimental group (n = 30) 34 (.5) 3.8 (.5) n.a. 34(1.2) 1.6 (.8) 2.9 (1.0) 3.4 (.6) 3.8 (.6)
Control group (n = 23) 35(4) 373 2.6 (1.3) 1.8 (.9) 2.2 (.8) 34(5) 3.6 (.5
Mentors of beginning teachers .01 .16 .09 .14 20 —21 A5 .19
Experimental group (n = 15) 37(6) 4.2(.6) 2.1(1.5)  3.7(L5) 1.7 (.6) 3.1(1.3) 377 4.1 (.8)
Control group (n =7) 3.1(6) 39(.8) 20(l.1) 3414 1.3 (.5) 3.1(1.7) 2.9 (.8) 3.8 (1.0)
Mentors of teachers-in-training 99 34 514 =79 254 -.55 34 .17
Experimental group (n = 20) 3.2 (.5) 3.7 (.3) 1.7 (1.3) 2.9 (1.5) 1.7 (.8) 2.6 (.9) 33(7) 3.6 (.5)
Control group (n = 15) 37(6) 4.0(5) 1.9(1.2) 3.9(1.0) 2.0 (.8) 3.4(1.5) 3507 3.6 (1.0)
Secondary school teachers 13.06% 1.37 5.44% 1.04* 9.26*% 1.62 27.41*% 93
Experimental group (n = 10) 28 (5 3.7(6) n.a. 2.1(1.4) 22(1.1) 3.0(L.D 3.0(7) 3.7(5)
Control group (n = 10) 26(6) 267 1.0 (.0) 1.2 (.3) 1.3 (.3) 2.4(9) 2507

Note. Pre = pre-test scores; post = post-test scores. Standard deviations are in parentheses. *p < .05. “ANOVA results and effect-size based
on post-test scores only; n.a. = data not available.
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"IV L3 NVIANHHA 'S



09:12 12 Cctober 2009

Downl oaded By: [Mnash University] At:

COACHING OF TEACHERS 395

as one of two elective practical assignments (study load of approximately 40
hours). Of the 7 training sites, 4 were randomly assigned to the experimental
group (n = 30) and 3 to the control group (n = 24).

The average amount of experience for the school principals was 5.3 years.
The average age of the school principals was 40 years. Of the entire group of
school principals, 19% were women and 81% were men.

All of the teachers coached by the trained school principals returned their
questionnaire (response rate of 100%). Of the teachers coached by the
untrained school principals, 23 returned their questionnaires (response rate
of 96%).

The average amount of experience for the teachers coached by the school
principals was 10 years. The average age of the teachers was 36 years. Of the
entire group of teachers, 72% were women and 28% were men.

Mentors of Beginning Teachers

For this training, letters of invitation were sent by four Educational Service
Centres to the primary schools in their regions. Of the 22 mentors who agreed
to participate, 15 were randomly assigned to the experimental group and 7 to
the control group. All of the coached beginning teachers returned their
questionnaire (response rate of 100%).

The average amount of experience for the mentors in the two groups was
about 17 years. Of the entire group of mentors, 10 were women and 12 were
men; the associated group of beginning teachers consisted of 18 women and 4
men.

Mentors of Teachers-in-Training

For this training, letters of invitation were sent by the Christian Pedagogical
Study Centre (CPS), the North Netherlands College of Higher Professional
Education (CHN) and the Educational Service Centre in Groningen (RGAB)
to the primary schools in their regions. A total of 35 experienced teachers were
willing to participate in the training program: 20 of these 35 teachers were
offered a full version of the training program (i.e., study of the training
manual, two 1-day workshops, and the conduct and taping of a coaching
conference both before and after the training program); the other 15 experi-
enced teachers were offered a limited version of the training program
(i.e., conduct and taping of a coaching conference at two points equivalent
to the pre- and post-test points for the experimental group receiving the full
training program, no workshops and only study or use of the training manual
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after the teachers participating in the full version of the coaching program had
completed the last workshop). The first group of teachers formed the
experimental group or the group of cooperating teachers trained on coaching
skills; the second group of teachers formed the control group or the group of
cooperating teachers not trained on coaching skills. Both the experimental and
control groups consisted of cooperating teachers interested in coaching and
were thus initially comparable in this respect. All of the coached teachers-in-
training returned their questionnaire (response rate of 100%).

The average amount of teaching experience reported by the mentors in the
two groups was 18 years. Both groups had 13 years of experience in mentoring
student teachers. The average age of the mentors was 43 years. Of the entire
group of mentors, 18 were women and 17 were men.

Secondary School Teachers
The coaching program for this group of participants was incorporated into a
more comprehensive school improvement program concerned with the chan-
ging instructional role of the teacher in light of current conceptions of learning
as a more active, constructive and self-regulated process (cf. Shuell, 1996).
The management team from this particular school assumed coaching could
encourage teachers to transfer and apply newly acquired skills directed at
helping pupils to increase their self-study skills. Ten teachers from the lower
grades of this secondary school located in the south of the Netherlands
volunteered to participate in the training program on coaching skills. Ten
teachers from the lower grades of a secondary school located in the east of the
country volunteered to participate as control teachers (and intended to follow
the training program in the near future). All of the coached secondary teachers
returned their questionnaire (response rate of 100%). The two schools were
comparable in terms of size and enrolment.

The average amount of teaching experience for the secondary school
teachers was 17.3 years. The average age of the teachers was 43 years. There
were 10 female and 10 male secondary teachers.

The Training Program

The training manual accompanying the coaching program consisted of four
broad sections. The content of the first section differed depending on the target
group. For school counsellors, school principals and secondary school
teachers, the contribution of coaching to the improvement of instructional
effectiveness is discussed in the context of the school as a learning organisa-
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tion. Information is provided on the functions of coaching and the skills
needed by both the coaches and the teachers. Those acting as coaches are
instructed to encourage teachers to reflect on possible discrepancies between
their desired and actual teaching behaviour and the relations between teacher
behaviour and pupil achievement. For the mentors of beginning teachers, the
main problems confronting beginning teachers, the tasks of the teacher, the
first job, classroom management problems, early concerns about survival and
reality shock are discussed. For the mentors of teachers-in-training, the
teacher-in-training apprenticeship is discussed along with five dimensions
of professional teaching: subject-matter expertise, didactic expertise, peda-
gogical expertise, school organisational expertise and reflective expertise. In
addition, the starting competence of the teachers-in-training and the partner-
ship between the teacher education colleges and the schools are discussed.
Finally, the contribution of coaching to improve instructional effectiveness
and further professional development is addressed.

In section two, a distinction is made between two forms of coaching:
consulting and confronting. Conferences initiated by the teacher represent the
consulting function. These conferences are directed at strengthening the
instructional competence of the teachers, at professional growth and at
empowerment when the teacher expresses an interest in further instructional
improvement. Consulting supplements the teacher’s own initiative towards
self-improvement. Conferences initiated by the coach represent the confront-
ing function. In this situation, the coach wants a particular instructional task to
be performed at a satisfactory level. During the confrontational conference,
the coach concretely identifies the specific performance problem and the
desired improvement. The functions of mentoring and coaching are also
discussed in this section of the manual for the mentors of beginning teachers
and teachers-in-training. Mentoring is described as ‘putting-in’ and coaching
is described as ‘pulling-out’ (MacLennan, 1995). It is also observed that input
from the mentor is most needed during the early stages of teaching and least
needed as the beginning teacher becomes more autonomous. As the beginning
teacher becomes more independent, coaching can be used to further enhance
the teacher’s reflective skills and problem-solving capacities.

In section three, which is the most important part of the manual, the
different stages in the coaching cycle are described: pre-conference, observa-
tion and post-conference. The coaching skills for the pre-conference are first
discussed; these include such skills as trust building, problem definition,
problem solving, planning alternatives and the formulation of action plans for
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improvement. Teacher observation (script taping) is discussed next; this
involves making a written record of what is said and done during a class
session. Finally, a number of post-conference coaching skills are discussed;
these include probing the teacher’s feelings about the lesson, evaluation of the
improvement outcomes, discussion of the observational data (reflection and
feedback), development of new alternatives and refinement of improvement
plans. The coaches are also advised to invite teachers to provide feedback and
possible suggestions for a more productive coaching relationship.

In section four of the training manual, a number of the problems associated
with the introduction of coaching as a means for instructional improvement
are discussed. Some suggestions for the implementation of coaching are also
provided. In addition, in this section of the manual for the training of the
mentors of beginning teachers, a number of problems associated with class-
room management are also discussed. For the teachers-in-training, some
guidelines for the evaluation of the teaching practicum are provided.

The contents of the training manual provided the basis for a 1-day work-
shop for school counsellors and school principals; two 1-day workshops for
the mentors of beginning teachers and teachers-in-training; and five half-day
workshops for secondary school teachers. The training was less intense for
school counsellors and school principals as they are already familiar with the
conduct of supervisory conferences with teachers. Prior to the workshops, the
manual was sent to the prospective coaches with the request that they study
at least section three on pre-conference, observation and post-conference.
During the workshops, the prospective coaches were trained on the skills
relevant to pre-conference, observation and post-conference. During the
application exercises, the participants formed groups of three and alternated
being the coach, teacher and observer. After each exercise, the prospective
coaches designed action plans for their own coaching practice. Exercises in
‘script taping” were based on teaching video fragments. The prospective
coaches rated the training manual and workshops quite favourably and
indicated that they planned to apply the newly learned coaching skills in the
near future.

The Scale for Coaching Skills

The Scale for Coaching Skills (SCS) was developed to gather information on
the manner in which coaches use target coaching skills. The content of the
items was deduced from the objectives of the training program: establishment
of mutual trust; improvement of instructional practice by providing feedback
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and stimulating teachers to be more reflective; and enhancement of autonomy
and self-actualisation by stimulating the development of self-improvement
plans. These objectives were mainly based on Costa and Garmston’s (1994)
cognitive coaching model. In addition, a small number of items was derived
from the ‘Snyder-Pavan Clinical Supervision Practices Questionnaire’ (Pavan,
1993).

The SCS contains 33 items to be rated along a 5-point Likert scale ranging
from 1 for no application of the coaching skill to 5 for clear application of the
coaching skill. In each training study, the taped coaching conferences were
coded by two trained raters using the SCS. All of the raters used the same
training guidelines to guarantee uniform coding of the tapes. The inter-rater
reliability checks using Cohen’s Kappa (1960) for the training study with
school counsellors were found to range from .63 to 1.00 (median .85,
M = .86, SD = .13). Analysis of variance was used in the other four training
studies to estimate the inter-rater reliability checks (intraclass correlation; cf.
Winer, 1971). In the study with school principals, the inter-rater reliability
coefficients ranged from .50 to 1.00 (median .91, M = .88, SD = .11); in the
study with the mentors of beginning teachers, the coefficients ranged from .67
to 1.00 (median .97, M = .92, SD = .09); in the study with the mentors of
teachers-in-training, the coefficients ranged from .66 to .99 (median .85,
M = .84, SD = .10); and in the study with secondary school teachers, the
coefficients ranged from .82 to 1.00 (median 1.00, M = .99, SD = .04).

The data from the five training studies were combined into a single
comprehensive data set. Using SPSS, a principal components analysis with
eigenvalues greater than 1.0 for the extracted factors was used to identify the
underlying components or factors of the SCS scale. Various solutions were
evaluated, and a three-factor solution was deemed most interpretable with the
three factors together accounting for 62% of the variance in the SCS ratings.
The principal components analysis yielded the following eigenvalues: 15.7,
2.7 and 2.1. Although the eigenvalues for the second and third factors were
small, the items constituting these factors were qualitatively different from
those constituting the first factor; the second and third factors were therefore
retained in the current study.

Twenty-four items stood out for factor one, which accounted for 47.6% of
the variance in the SCS scores. The scores for these items yielded an internal-
consistency reliability (Cronbach’s alpha) estimate of .95. The factor loadings
for these items ranged from .51 to .88. The content of the items related to
enabling teachers to reflect on their instructional practices (e.g., Item 12: ‘The
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coach stimulates the teacher him/herself to formulate alternatives for improv-
ing his or her instructional behaviour’) and enabling teachers to improve their
instructional practice with the formulation of personal action plans (e.g., Item
19: “The coach and the teacher formulate an action plan together’). This factor
or scale was therefore called Developing Autonomy (empowerment).

Seven items stood out for factor two, which accounted for 5.5% of the
variance in the SCS scores. The scores for these seven items yielded an
internal-consistency reliability estimate of .89. The factor loadings ranged
from .43 to .68. The item content related to the provision of feedback based
on classroom observational data (e.g., Item 25: “The coach gives the teacher
feedback with the aid of the observational data collected’ and Item 28: ‘The
coach provides constructive feedback’). This factor or scale was therefore
labelled Feedback.

Two items stood out for factor three, which accounted for 4.1% of the
variance in the SCS scores. The scores for these two items yielded an internal-
consistency reliability estimate of .87. The factor loadings for these items
were .45 and .37. This factor was retained because the items reflect the
readiness of the coach and the teacher to focus on the purpose of the coaching
conference, namely the development of alternatives to improve instructional
effectiveness (e.g., Item 5: ‘The coach sees that the teacher stays on task’ and
Item 6: ‘The coach him/herself stays on task during the consultation’). This
factor or scale was therefore labelled Business-like Attitude.

The Teacher Scale for Coaching Skills

In order for the teachers to evaluate the coaching skills of their coaches, the
coached teachers used the Teacher Scale for Coaching Skills (TSCS). The
items on this scale were also deduced from the objectives of the training
program but, in contrast to the SCS, the accent of the TSCS is more on the
mutual development of concrete action plans for the improvement of instruc-
tion, shared decision making, the planning and use of observational data, and
the conduct of coaching conferences. The TSCS contains 40 items rated along
a scale ranging from 1 for no application of the skill to 5 for clear application
of the skill.

The TSCS scores from the five training studies were also combined into a
single comprehensive data set. Principal components analysis of the TSCS
scores revealed four factors accounting for 60% of the variance in the TSCS
ratings. The principal components analysis yielded the following eigenvalues:
16.8, 3.7, 1.8, and 1.7. Although the eigenvalues for the third and fourth
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factors were small, the items constituting these factors were qualitatively
different from those constituting the first two factors; the third and fourth
factors were thus retained.

Twenty-six items stood out for factor one, which accounted for 41.2% of
the variance in the TSCS scores. The scores for these items yielded an
internal-consistency reliability estimate of .95. The factor loadings ranged
from .52 to .84. The content of the items related to the framing of self-plans for
instructional improvement (e.g., Item 20: ‘The coach helped me formulate
an improvement plan for my teaching behaviour’), encouragement of self-
reflection (e.g., Item 15: “The coach asked me to think about the consequences
of improving my teaching behaviour for the pupils’), and the perceived effects
of self-analysis on instructional practice (e.g., Item 21: ‘At the end of the
consultation, I had a clear image of what I could do in the following period to
improve my teaching behaviour’). This factor or scale was therefore labelled
‘improvement of instruction through self-reflection and defining action-plans’
and abbreviated as Improvement of Instruction.

Five items stood out for factor two, which accounted for 9.3% of the
variance in the TSCS scores. The scores for these five items yielded an
internal-consistency reliability estimate of .97. The factor loadings ranged
from .67 to .76. The content of the items related to the use of observational
data to improve instruction (e.g., Item 33: “The coach made those components
of the improvement plan which I had either realised or not realised clear to me
using the observational data’). This factor or scale was thus labelled Use of
Observational Data.

Four items stood out for factor three, which accounted for 4.5% of the
variance in the TSCS scores. The scores for these four items yielded an
internal-consistency reliability estimate of .78. The factor loadings ranged
from .32 to .62. This factor was retained because the items reflect the planning
of the classroom observation (e.g., Item 27: ‘Clear agreements have been
made about the content of the data which the coach will be collecting during
the lesson’). This factor or scale was thus labelled Planning of Observational
Data.

Five items stood out for factor four, which accounted for 4.1% of the
variance. The scores for these five items yielded an internal-consistency
reliability estimate of .74. The factor loadings ranged from .20 to .37. This
factor was retained because the items reflect the coached teacher’s apprecia-
tion of the coaching skills being demonstrated (e.g., Item 8: ‘In order to
facilitate mutual understanding, the coach summarised the primary points of
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discussion’). This factor or scale was thus labelled Appreciation of the
Coaching Skills.

Data Collection

Prior to training, the prospective coaches conducted a coaching conference
with one of the (novice or future) teachers from their schools. The coaches
were asked to conduct this conference in a manner similar to the conferences,
which they usually perform. After completion of the training, the trained and
untrained coaches were again asked to conduct a coaching conference with the
same teacher or teachers. For the school counsellors the pre-test, workshop on
coaching skills and post-test were conducted at the end of 1993 and beginning
of 1994. The training study for school principals took place in the spring of
1995; the training study for the mentors of beginning teachers was conducted
in the spring of 1997; the training study with the mentors of teachers-in-
training was conducted in the spring of 1998; and the training study with
secondary school teachers was conducted at the beginning of 1999.

All of the coaching conferences were audiotaped by the coaches, and the
tapes were then sent to the expert raters for coding. The tapes from the pre-
and post-tests and from the experimental and control groups were randomly
assigned to the raters. After each coaching conference, the teachers also rated
the skills of their coaches and were asked to estimate the effects of the
coaching conference on their own instructional behaviour. The coaches did
not have access to the teacher ratings. For those school counsellors who
conducted a coaching conference with more than one teacher, one conference
was randomly selected to provide a pre-test and a post-test SCS score for each
coach. In the training studies with school leaders and secondary school
teachers, no data were collected for the TSCS scale Use of Observational
Data. In these two studies, only the items pertaining to the use of observational
data at post-test were used because it was assumed that the trained coaches
would only make use of observational data after receipt of complete training.
As a result, no pre-test data for the TSCS scale was available (indicated in
Table 2 as “‘not available’’). In the other training studies, however, pre-test
data for this scale were available.

Data Analysis

First, ANOVA analyses were used to test for initial differences between the
trained and untrained groups within each study. Second, analyses of covar-
iance (ANCOVA) were used to examine the differences between the pre-test
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and post-test data for the trained and untrained groups in each study (with
initial pre-test scores as covariates). The same procedure was followed for
both the SCS and TSCS scores. Third, the effect sizes were computed for each
study by dividing the difference between the adjusted mean post-test scores
for the untrained versus the trained groups by the pooled standard deviations
of the scores for the trained and untrained groups at post-test (see Olejnik &
Algina, 2000). Finally, ANOVA analyses were used to test for significant
differences between the training studies and to investigate whether specific
training contexts might have differential effects on the coaching skills. A
significance level of 5% was used in all of the statistical tests (one-tailed for
the assessment of coaching effects). The coach and the coached (novice)
teacher constituted the unit of analysis.

RESULTS

Comparison of the SCS scores for the trained versus untrained groups in the
samples involved in each of the studies revealed no initial differences
(p > .05). ANCOVA was used to examine the post-test scores for the trained
versus untrained groups. A summary of the SCS scores for the samples
involved in each of the studies and the results of the tests are presented in
Table 1. Effect sizes (ESs) are also included.

The data displayed in Table 1 show training to have a marked effect on
coaching skills. Significant differences between the trained versus untrained
groups in all samples were found for the SCS scale Developing Autonomy
(p < .05). The ESs for the five samples were 1.36, 2.88, 2.81, .73 and 2.32
standard deviations, respectively.

Significant differences between the trained and untrained groups were also
found for the samples with the school counsellors, school principals, mentors
of teachers-in-training and secondary school teachers on the SCS scale
Feedback (p < .05). The ESs for these samples were 1.11, 1.80, .85 and
3.74, respectively. No significant difference on the SCS scale Feedback
between the trained and untrained groups was found for the mentors of
beginning teachers, probably due to the small number of teachers in this
sample. The effect size nevertheless showed a large effect in favour of the
trained group (ES = .90).

For the SCS scale Business-like Attitude, significant differences between
the trained and untrained groups were found in the samples with school
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counsellors, school principals, mentors of beginning teachers and secondary
school teachers (p < .05). The ESs for these samples were 1.03, .99, 4.90 and
1.48, respectively. No significant treatment effect was found for the mentors of
teachers-in-training on this SCS scale (ES = —.05).

To examine the possible role of some background characteristics in the
observed differences, supplementary analyses of variance were undertaken
using the following three background variables: (1) years of teaching
experience (in the case of the school counsellors: number of years working
as a school counsellor), (2) feelings of competence in the conduct of coaching
conferences, and (3) gender. No significant effects of these background
variables on the SCS scores were found.

Comparison of the trained groups with the untrained groups for initial
differences in the TSCS scores revealed no significant differences for the
samples of school counsellors and school principals. However, initial differ-
ences were found for the mentors of beginning teachers, the mentors of
teachers-in-training and the secondary school teachers. For the mentors of
beginning teachers, significant initial differences were found on the scales
Improvement of Instruction and Appreciation of the Coaching Skills; for both
scales, the mentors in the treatment group were initially rated higher by the
beginning teachers than the mentors in the control group. For the mentors of
teachers-in-training, significant initial differences were found for Improve-
ment of Instruction; the mentors in the control group were initially rated
higher by the teachers-in-training than the mentors in the treatment group. For
the secondary school teachers, significant initial differences were found for
the Planning of Observational Data; the coaches in the treatment group were
rated higher by the teachers on this scale than the coaches in the control group.
These initial differences should therefore be kept in mind when interpreting
the TSCS results. A summary of the TSCS scores provided by the coached
teachers and the ANCOVA results are presented in Table 2. The effect sizes
are also included.

For the TSCS scale Improvement of Instruction, a significant treatment
effect was only found for the sample of secondary school teachers (p < .05;
ES = 1.37). The effect sizes for the samples of school principals and mentors
of beginning teachers nevertheless showed moderate effects in favour of the
trained groups (ESs =.33 and .16, respectively). For the samples of school
counsellors and mentors of beginning teachers, no significant treatment effects
were found (ESs= —.35 and —.34, respectively).

For the TSCS scale Use of Observational Data, significant treatment effects
were found for the samples of school principals and secondary school teachers
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(p < .05; ESs based on post-test scores =.62 and 1.04, respectively). The
effect size for the sample of mentors of beginning teachers showed a small
effect in favour of the trained group (ES = .14). No treatment effects were
found for the school counsellors (ES = —.11) or the mentors of teachers-in-
training (ES = —.79).

For the TSCS scale Planning of Observational Data, significant treatment
effects were also found for the samples of school principals and secondary
school teachers (p < .05). The ESs for these samples were .83 and 1.62,
respectively. No treatment effects were found for the samples with school
counsellors (ES = .00), mentors of beginning teachers (ES = —.21) or men-
tors of teachers-in-training (ES = —.55).

For the TSCS scale Appreciation of the Coaching Skills demonstrated by
the coaches, significant treatment effects were only found for the sample of
secondary school teachers (p < .05; ES = .93). The effect sizes for the
samples of school counsellors, school principals, mentors of beginning
teachers, and mentors of teachers-in-training nevertheless showed moderate
effects in favour of the trained groups (ESs =.24, .37, .19, and .17, respec-
tively).

Supplementary analyses of variance were also conducted on the data from
the coached teachers. No significant effects of the background variables (years
of teaching experience on the part of the coaches, feelings of competence in
the conduct of coaching conferences on the part of the coaches, or gender of
the coached teachers) on the TSCS scores were found.

Finally, the differences between the five training studies with respect to the
SCS and TSCS scores for the trained versus untrained groups were examined.
For the SCS scores, significant interaction-effects of adjusted post-test group
differences were found for the scales Feedback (F(4, 148) =2.69, p < .05)
and Business-like Attitude (F(4, 148) =6.25, p < .05). These differences
imply that the training effects differed for the samples under study. The
interaction for Feedback is plotted in Figure 1, which shows the differences in
the post-test scores for all of the samples to be in favour of the trained groups
and that the largest post-test differences were found for the sample of the
secondary school teachers. No overall differences were found between the
training studies (F(4, 148) =.24, p > .05). The interaction for Business-like
Attitude is plotted in Figure 2, which shows the largest post-test differences to
be found for the samples with mentors of beginning teachers and secondary
school teachers. The adjusted mean differences at post-test were all in favour
of the trained groups, with the exception of the mentors of teachers-in-
training.



09:12 12 Cctober 2009

[ Monash University] At:

Downl oaded By:

406 S. VEENMAN ET AL.

5
—O— Experimental group
454+ --4--Control group
4

35 o /O

3

2.5
PO RARREEEEEEPEE I ELEEEEE

2 e
1.5 .

1 T T T

School counsellors  School principals Mentors of Mentors of teachers- ~ Secondary school
beginning teachers in-training teachers

Fig. 1. Adjusted mean post-test scores on Feedback for the experimental and

control groups from the five training studies.
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Fig. 2. Adjusted mean post-test scores on Business-like Attitude for the
experimental and control groups from the five training studies.
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For Developing Autonomy, no interaction involving post-test group differ-
ences was found across the samples (F(4, 148) =2.43, p > .05). However,
some basic differences between the five samples were found (F (4, 148)=
7.50, p < .05). For the Developing Autonomy scale, the highest adjusted
mean post-test scores were found for the trained mentors of beginning teachers
and the trained coaches of secondary school teachers (3.75 and 3.72, respec-
tively), the lowest adjusted mean post-test scores were found for the trained
group of mentors of teachers-in-training (2.54). Across the five samples, in
sum, the post-test differences were in favour of the treatment groups (F(1,
148) =133.83, p < .05).

For post-test TSCS scores, significant interaction effects were found for the
scales Improvement of Instruction (F'(4, 165) =6.17, p < .05), Use of Obser-
vational Data (F(4, 165) =3.43, p < .05), and Planning of Observational Data
(F(4,165)=4.04, p < .05). The interaction for Improvement of Instruction is
plotted in Figure 3. This figure shows that the differences in post-test scores
for the sample with secondary school teachers were clearly in favour of the
trained group. For the other four samples, the differences between the adjusted
mean post-test scores were relatively small and not always in favour of the
treatment groups. The interaction for Use of Observational Data is plotted in

4.5
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- - 4@ - -Control group

35

2.5 T T T
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Fig. 3. Adjusted mean post-test scores on Improvement of Instruction for the
experimental and control groups from the five training studies.
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Fig. 4. Adjusted mean post-test scores on Use of Observational Data for the
experimental and control groups from the five training studies.

Figure 4. This figure shows the differences in the post-test scores for the
samples with secondary school teachers and school principals to again favour
the trained groups while the differences for the sample of teachers-in-training
were in favour of the untrained group. The interaction for Planning of
Observational Data is plotted in Figure 5. This figure shows the same picture
as for Use of Observational Data. With regard to the scale Appreciation of the
Coaching Skills, no interaction was found (F(4, 165)=2.16, p > .05). Dif-
ferences between groups and between samples were found (between groups:
F(1, 165)=9.63, p < .05; between samples: F(4, 165)=2.86, p < .05). For
all of the samples, the effects were in favour of the trained groups. The highest
adjusted mean post-test scores were found for the trained mentors of begin-
ning teachers (3.98); the lowest adjusted mean post-test scores were found for
the trained mentors of teachers-in-training (3.59).

DISCUSSION

The results of the present study suggest that the training program positively
affects the coaching skills of prospective coaches. Overall, the trained coaches
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Fig. 5. Adjusted mean post-test scores on Planning of Observational Data
for the experimental and control groups from the five training studies.

were rated higher than the untrained coaches by the expert raters on the Scale
for Coaching Skills (SCS). Significant differences were found between the
trained and untrained coaches in the samples of school counsellors, school
principals and secondary school teachers on all three of the SCS scales:
Developing Autonomy, Feedback and Business-like Attitude. In the samples
with mentors of beginning teachers significant treatment effects were found
for the two SCS scales of Developing Autonomy and Business-like Attitude;
for the mentors of teachers-in-training, significant treatment effects were
found for Developing Autonomy and Feedback.

The training program was found to particularly improve the coaching skills
aimed at the development of autonomy. Developing autonomy (or empower-
ment) pertains in the present study to strengthening the autonomy of teachers
and thereby their ability to reflect on their instructional effectiveness and
formulate action plans to improve their teaching. A study by Marks and
Seashore Louis (1997) shows that empowerment (defined as increased teacher
decision-making authority and accountability for the domains of school
operations and management, pupils’ school experiences, teachers’ work life
and control over classroom instruction) can positively influence teachers’
efforts to improve instruction, their belief that pupil achievement is largely a
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result of their own teaching effort, and their propensity to exchange informa-
tion among themselves about the effectiveness of their teaching.

Treatment effects were also found for the provision of feedback. This is an
important skill for post-conference in particular. Feedback can be provided as
part of the analysis of observational data and used to produce a self-plan for
instructional improvement. Feedback also gives teachers the opportunity to
adjust their performance through ‘reflection-on-action’ (Schon, 1983). The
key characteristics of effective feedback are that it be timely, sufficient,
concrete, specific and limited to a small number of performance problems.
The trained coaches were judged to have better feedback skills than the
untrained coaches. For only the mentors of beginning teachers, no significant
effect of feedback was found although the trained mentors of beginning
teachers clearly improved more than the untrained mentors (ES = .90). The
large effect size for the scale Feedback in the sample with the secondary
school teachers is due to the fact that at pre-test most of the teachers in both
the trained and untrained groups did not provide concrete feedback based on
classroom observations. At post-test, the coaches in the trained group
provided feedback on classroom observation while the coaches in the
untrained group still did not.

A significant effect of the training program on the adoption of a business-
like attitude was also found. This indicates a greater willingness on the part of
the trained coaches and teachers to focus on the purpose of the coaching
conference — namely, the development of alternatives for the improvement of
instructional effectiveness. The trained coaches focused significantly more on
the purpose of the coaching conference than the untrained coaches. For only
the mentors of teachers-in-training, no significant treatment effect for the
adoption of a business-like attitude during conferences was found. This is
probably due to the two groups of mentors scoring high at pre-test. Some
important characteristics of the mentoring relationship are frequent and
regular face-to-face meetings; jointly agreed-upon procedures and agendas;
and regular observation of the novice teacher by the mentor (Bolam, Mc-
Mahon, Pocklington, & Weindling, 1996). Mentors typically discuss different
means to enhance the instructional effectiveness of teaching with their
teachers-in-training. Given the long standing daily relationship between
mentors and prospective teachers, moreover, the mentors of teachers-in-
training may have developed a more goal-oriented attitude than school
counsellors, the mentors of beginning teachers and the coaches of secondary
school teachers (or those who have less intense and frequent contact with
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teachers). The pre-test SCS scores for a business-like attitude also show
school principals to be very goal-directed when it comes to the improvement
of teacher instruction.

Significant differences on the TSCS scale Improvement of Instruction were
found for the teachers with trained versus untrained coaches in the sample
with secondary school teachers. Although no significant treatment effects
were found in the samples with school principals and mentors-of-beginning
teachers, the effect sizes (ranging from .16 to .33) suggest greater oppor-
tunities for trained coaches to improve instruction than for untrained coaches.
In the samples with school counsellors and mentors of teachers-in-training, no
treatment effects were found with regard to the Improvement of Instruction. In
general, the above average ratings at pre-test for Improvement of Instruction
in the samples of school counsellors, school principals, mentors of beginning
teachers and mentors of teachers-in-training were difficult to improve upon,
which means that the possibility of a ceiling effect for this scale cannot be
excluded.

Significant treatment effects for the TSCS scales Use of Observational Data
and Planning of Observational Data were found for the samples of school
principals and secondary school teachers. It should be noted, however, that the
findings regarding Use of Observational Data were based on post-test scores
alone. The large treatment effects in the sample with secondary school
teachers for Use of Observational Data (ES = 1.04) and for Planning of
Observational Data (ES = 1.62) are obviously due to the fact that all or almost
all of the coaches in the control group did not include observational classroom
data in their coaching conferences at post-test (also see the small SDs). The
difference between the treatment and control groups can clearly be regarded as
an effect of the training program.

The generally positive ratings of the skills of their coaches show the
coached teachers to experience coaching as something positive. The coached
teachers provided both high pre- and post-test ratings for the TSCS scale
Appreciation of the Coaching Skills which suggests that teachers generally
perceive coaching conferences as both worthwhile and important for the
improvement of their instructional practice. The trained coaches were rated
higher on this scale than the untrained coaches; the effect sizes for this scale
ranged from .17 to .93.

Inspection of the plots showing any interaction effects for the adjusted post-
test scores reveals different training effects for the five samples under study.
The largest treatment effects were found for the sample with secondary school
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teachers. A possible explanation for this finding is that prior to the start of the
coaching program, the trainers who conducted the coaching program fre-
quently met with the management team of this school to tailor the training to
the specific needs of the school, the prospective coaches and the coached
teachers. The trainers were informed of the school improvement plans
and also discussed the role of coaching in the educational change process
with the management team. In addition, the trainers were also involved in a
staff development program for helping teachers to increase pupils’ self-study
skills. In such a manner, the trainers may have provided additional ‘on-line’
assistance for the prospective coaches and — as Joyce and Showers (1995)
argue — when extensive coaching is attached to training or staff development,
most of the teachers will learn to use the skills which they are trying to
master.

The smallest treatment effects were found for the mentors of teachers-in-
training. As said before, one of the characteristics of the Independent Final
Teaching Period (IFTP) is that the teachers-in-training function as regular
teachers fully responsible for their classes during a large number of weeks
during their last year of training. They are supervised at a distance by
cooperating teachers or mentors, which means that their mentors usually do
not attend their lessons. Such supervision may include coaching at the
workplace but can also include responding to and reflecting on journals or
portfolios, coordinating peer discussion groups, acting as a support when
needed, providing instructional and psychological support by means of regular
meetings between cooperating teachers and the teachers-in-training, discuss-
ing critical classroom incidents, exchanging experiences and providing sup-
port through computer networks (Gold, 1996). During implementing the IFTP,
the mentors of teachers-in-training may have used other forms of supervision
in addition to direct coaching to support teachers-in-training.

In the present study, the effects of a training program directed at the
coaching of school counsellors, school principals, the mentors of future and
novice teachers, and secondary school teachers were examined. The trained
coaches were found to put a number of important and desirable coaching skills
into practice. Whether these coaching skills actually bring about changes in
the cognitive processes and instructional behaviours of the teachers and
subsequently enhance pupil learning remains to be considered in future
research. At this moment, coaching studies have not examined both teacher
change and pupil learning outcomes within the same framework (Kohler &
Crilley, 1997). The simultaneous assessment of such outcome variables is
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therefore both welcome and necessary to provide a thorough evaluation of
coaching programs for teachers.

In closing, a number of potential limitations on the present study should be
mentioned. First, data on the coaching skills of coaches and also the
perceptions of the teachers being coached were collected immediately before
and after the training of coaching skills, which possibly limits the general-
izability of the present findings. In future studies, collection of data on
multiple occasions may provide important information on the coaching
practices of school counsellors, school principals, the mentors of beginning
teachers, the mentors of teachers-in-training and coaches involved in second-
ary education and school improvement. Such studies may also make it easier
to interpret the long-term effects of training in changes in the cognitive
processes and instructional behaviours of teachers.

A second limitation, may be the fact that the short-term effects of a training
program for coaching skills were examined separate from the educational
contexts in which the training was done. The structure of the coaching con-
ferences and the relations between the coaches and teachers probably differ
according to the context in which the school counsellors, school principals,
mentors of beginning teachers, mentors of teachers-in-training, and secondary
teachers-as-coaches are working. Future studies should therefore examine the
question of whether coaching in different educational settings influences the
coaching practices of the coaches.

Finally, the training applied in the present study was largely based on Costa
and Garmston’s (1994) cognitive coaching model. This model is based on the
assumption that overt instructional behaviours are determined and influenced
by teachers’ inner thought processes and beliefs. Coaches should therefore
pay attention to teachers’ internal thought processes of teaching as a means for
improving instruction. This assumption is supported by findings from research
on teacher beliefs showing that teachers’ belief systems tend to be associated
with a congruent style of teaching (Kagan, 1992). However, an alternative
model of the process of teacher change has been proposed by Guskey (1986),
who states that changes in teachers’ thought processes or beliefs are likely to
take place after changes in instructional practices and positive pupil learning
outcomes are evidenced. Some support for this model comes from the litera-
ture on educational change (e.g., Fullan, 1991) and suggests that coaching
programs should be aimed at enhancing successful teachers’ classroom prac-
tices that directly enhance desired learning outcomes in pupils because
“evidence of improvement (positive change) in the learning outcomes of
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pupils generally precedes and may be a prerequisite to significant change in
the beliefs and attitudes of most teachers’ (Guskey, 1986, p. 7). Future studies
should examine which model best describes the process of teacher change and
which model is therefore better suited for the coaching of teachers.
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